of learning concerns and, second, in a marginalization of issues and possibilities that characterize important aspects of trade union activity in pursuit of their wider societal objectives and aspirations. The final section of the article suggests a broader framework -democratic citizenship -that, it will be argued, better situates the current learning activities, incorporates missing themes and provides a stronger, more coherent basis for the development of new forms of interest aggregation. If workplace learning does in fact signal 'a new modern role for unions', how does this conception and practice address the broader agenda of union renewal and reform?
Methodologically, these notes draw upon evidence from a variety of sources. First, the authors' involvement in trade union education over a number of years, including the training of workplace learning representatives, provides an important source of data. Second, small evaluative studies on particular workplace learning schemes have been conducted as part of ULF projects. Finally, observation of, and longitudinal interviews with, regional and workplace learning representatives are currently being undertaken in partnership with a major union. The conclusions from these qualitative studies in a number of occupational settings will be available in the coming year.
Union learning and modernization
Within a period of near universal trade union decline, much intellectual effort has been directed towards the causes and consequences behind this decline and towards possible renewal strategies (Frenge and Kelly, 2003; Verma et al., 2002; Waddington, 2000) . In a wide-ranging review of the reform agendas in European trade unions, Waddington (2000: 317) suggests that by 'the 1990s decline had deepened to crisis as the breadth and depth of the challenges facing unions from the pattern of economic development, shifts in political climate, and employers' policies transformed the terrain of union engagement'. Union responses to this crisis, suggests Waddington, are emerging. Aspects of this 'transition' include the development of articulated and co-ordinated union activities, the formulation and delivery of a new agenda, which is both attractive to 'new' members and 'wrests the initiative away from employers in setting some parameters of industrial change', and the establishment of coherent international structures (Waddington, 2000: 318) . Relying on worker dissatisfaction with employers as a principal reason for joining unions, in other words, is no longer a viable strategy of addressing the deep-seated problems facing contemporary unions. The recent moves away from a 'servicing' to an 'organizing' model of unionism in the UK suggests a renewed emphasis on capacity and capability building, encouraging increased and new forms of participation and an emphasis on local organization and recruitment (Bronfenbrenner et al., 1998; Heery, 2002 workers today'. One of these concerns, they suggest, is a 'job environment that supports lifelong learning' (Verma et al., 2002: 337) . For the TUC and affiliated unions in general, workplace learning has emerged as an important focus on membership and significantly, non-member involvement. There is evidence that suggests significant developments towards the aspirations outlined in 1998 to 'locate unions at the centre of the learning agenda, raise expectations amongst members, and encourage institutions to recognize that unions seriously are key players in the learning world' (TUC, 1998a: 22) . A good illustration of the political and organizational success of 'the quiet revolution', as the TUC describes it (TUC: 2002b), is the Union Learning Fund (ULF). Started in 1998 and funded by the (then) Department for Education and Employment, some £24 million has been made available via the TUC to trade unions to develop and promote innovative learning activities within a partnership framework. To date, some 4500 union learning representatives have been trained and by 2010, it is estimated the figure will have risen to 22,000 (Healey and Engel, 2003: 12) . Fourteen thousand people have taken part in some aspect of workplace learning and over 25,000 people have been involved in awareness-raising activities (Antill et al., 2001) . Even allowing for the absence of any sustained qualitative research studies on workplace union learning initiatives, these figures suggest that a substantial amount of effort, imagination and commitment by unions has been invested in workplace learning in recent years. Less clear, however, is the content and substance of the workplace learning resulting from the activities of the union representatives. To a large extent, this is due to the lack of any systematic, national research evidence, especially of a qualitative nature. The TUC, in its 2002 report The Quiet Revolution, quotes figures on learning 'outcomes' published in 2000 by York Consulting. These figures indicate that just over 50 percent of learning representatives 'helped colleagues attend a course', some 40 percent were involved in opening Individual Learning Accounts, just under 60 percent 'helped to access funds for learning', around 60 percent undertook a learning needs assessment and provided advice and guidance on learning and just over 70 percent 'promoted the benefits of learning' (TUC, 2002a: 8) . In their evaluation report of the ULF in year three, Antill et al. (2001) , from York Consulting, provide little information on education and training content and instead, present data on 'qualifications achieved' (an average of 114 per project) and 'number of accredited courses developed' (an average of two per project). When categorizing ULF project by themes, 43 percent of projects focus on 'access/equality' issues, 32 percent on basic skills and 23 percent on 'union strategy' issues. The two dominant partner organizations (necessary for all ULF projects) working with the unions were the employers (56%) and colleges (44%). The 2003 survey (York Consulting, 2003) confirms the direction of this learning. Using a 'learning needs assessment' procedure, basic information technology skills, basic skills, vocational qualifications and 'key skills' were the overwhelmingly dominant types of union and employee learning identified as important by local representatives. As the previous General Secretary of the TUC put it, 'the ULF 415 'The quiet revolution'? Forrester supports learning for today and tomorrow in a context where access to skills and qualifications is at a premium' (TUC, 1999: 1). Healey and Engel agree and suggest that promoting union learning not only asserts the union's 'relevance in today's world of work', but also 'demonstrates that unions can gain members and businesses improve their productivity by embracing the skills agenda' (Healey and Engel, 2003: 4) .
Employability learning and citizenship learning
Union workplace learning, as construed by unions, is clearly seen as a central feature in the development of new forms of interest aggregation and also, in engaging with employers over the learning agenda. The current push for dedicated regional union learning officers with responsibility to encourage, support and network activities amongst local learning representatives recognizes the importance of strengthening union articulation in this area. However, the employability framework that shapes and dominates what is to be understood and practised as workplace learning by unions can be seen as unnecessarily limiting and constraining. 'The new lifelong learning culture', suggests the TUC, 'is about enabling people to acquire the competence and confidence to enhance their employability and to increase their career chances in a world of rapid changes in markets, technology and work organization' (TUC, 1998a: 5) . Shared commitments, employer partnerships, increased efficiency and productivity, and personal development suggest a language and framework for union learning that derives more from a human resource development discourse than from a distinctively union, or even adult, learning perspective. There are obviously discourses other than employability that could provide the framework and rationale for trade union learning. The TUC itself hints at such possibilities when it writes that 'a learning society is about developing active citizens with the skills to learn, to participate in a democratic society, within their workplaces, and local communities' (TUC, 1998a: 5) . For a number of diverse but interrelated reasons, 'active citizens' and 'citizenship' more generally, have emerged as two of the principal vehicles for interpreting, situating and discussing changes occurring within the wider socio-political environment (Roche, 2000) . Not surprisingly, given the growing literature and efforts to locate 'modernized' understandings of citizenship within the logic of modern society, multidisciplinary studies of citizenship are situated within a variety of powerful socio-political forces and processes such as globalization, multiculturalism, democratization and the disruption of the nation state. Despite trade unions recognizing that they 'have been at the front of movements which challenge inequality and economic, social and racial injustice' (TUC, 1998c: 2), these campaigns, thus far, have not been strongly reflected in current union learning priorities or initiatives. Together with more general citizenship themes, they are increasingly marginalized within 'the drive for employability.' Absent too are examples of learning programmes that engage critically with restructuring and (British Broadcasting Corporation, 1977) , engage with the themes of democratization 'which takes account of difference and diversity as well as inequalities inherent in production and consumption in the uneven movement towards postFordism' (Usher et al., 1997: 47) . Union Learning initiatives then, that derive their integrity, ideas, coherence and enthusiasm from notions of democratic citizenship instead of employability, strive to encourage connections between societal change and, in this instance, the workplace. Linking the economic to social and cultural considerations becomes possible when considering the often contradictory process of self-formation and the contribution of employment as a primary, or at least contributing, basis for this self-formation. By contrast, an employability-driven perspective risks reducing 'personal development' as an objective of trade union education, to an uncritical exercise in strengthening chances of promotion or career development. These are important considerations but a distinctive trade union perspective could more fruitfully move beyond such considerations and situate personal development, for example, within a critical analysis of 'postFordism' or of 'consumerism'. Muckenberger and his colleagues push this line of thinking further when observing that:
The old trade union paradigm unquestioningly adopted society's distinction of roles with workers on the one hand and consumers, residents and citizens etc. on the other. This mechanism inevitably led to an indifference on the part of the trade unionists and workers to the social effect of their work. At the same time this distinction in roles was a prerequisite for the specific life-styles and styles of working during the phase of full employment. (Muckenberger et al., 1995: 17) It is this unquestioning (as Muckenberger and his colleagues put it) element that appears currently to characterize much of union workplace learning activity. Instead of encouraging and designing learning initiatives that critically examine 'the learning company', the 'knowledge economy' or 'the smart workforce', there is instead a hive of activity and pressure on union learning representatives to enrol members and employees onto occupational-driven NVQs, sign-up for Individual Learning Accounts (until withdrawn by the Government) or to participate in Learn Direct provision. Information Communication Technology (ICT) skill developments are important learning opportunities -as are NVQs and Learn Direct courses -but in and by themselves, they should perhaps not form the major part of considerable trade union learning activity and effort.
However, developing these ICT skills by union members as part of a project designed to critically examine company performance or to establish linkages with other international groups of employees or trade unionists does begin to fit within a distinctive union learning perspective.
A key characteristic of union learning initiatives informed by democratic citizenship is the focus and concern arising from divisions between people. Associated with a focus on 'divisions' -within the workplace, the community, over gender and over ethnicity -are a number of interrelated themes such as discrimination, de-industrialization, interculturalism, inequality and new forms of solidarity. It might be possible that a preoccupation with employability could address such themes. Analytically, politically and practically however, the emphasis is on closing down such an agenda, of uncritically working within existing divisions and of focusing inwards rather than outwards towards broader constituencies, partnerships and fresh alliances around common agendas. A learning perspective informed by 'divisions and differences', for example, provides a more imaginative and politically innovative basis for linking community and workplace audiences around, for example, the recent anti-racist campaigns by the TUC. Linking, exploring and supporting workplace union learning strategies to combat racism with outside communities, offers fresh opportunities that could incorporate learning around different histories and cultures and wider 'societal' issues, such as xenophobia, identities, 'asylum seekers', tolerance and human rights. The joining of 'employees' with 'citizens', conceptually and organizationally, strengthens the critical and political opportunities for trade unionists to deepen and broaden their existing antiracist educational and campaigning activities.
Discussions about learning (with whom and for what purpose) exist within wider societal debates involving issues of significance. The dominant employability perspective currently legitimating much workplace union learning activity, it has been argued, is too closely aligned to the claimed needs of an 'enterprise economy', assumptions about skill deficits, pushes to improve efficiency and productivity and mantras about 'economic survival' within an increasingly 'competitive environment'. Adherence to such a perspective minimizes the critical dimension to much learning, is unduly inward focused and narrow in content and results in trade unions accepting educational burdens that properly might be seen as the responsibilities of the state or the employer. The overlapping, but essentially different 'democratic citizenship' framework for union learning, by contrast, encourages a critical engagement with the changing nature of work and working relations but, more importantly, encourages the reformulation of trade unions as societal actors rather than workplace partners. Participating in wider discussions and activities informed by changing and contested conceptions and practices of citizenship, prompts this wider resonance with, possibly, new audiences and alliances. For trade unions, the workplace will always remain the primary focus of learning and attention. The challenge however, is the linking of workplace concerns with the radical changes underway in the lives of members in the workplace and with those outside the workplace.
Conclusion
There can be little doubt that recent union activities on workplace learning, such as the creation of a network of union learning representations and the promotion of lifelong learning, marks an important and significant development in the search for 'relevance in today's world of work' (Healey and Engel, 2003: 4) . Although at an early stage, workplace learning for trade unions could significantly contribute towards, as Waddington (2000) puts it in his discussion of union transitional strategies, the formulation and delivery of an agenda that involves assisting members, reaches out to new constituency groups and strengthens the horizontal inter-dependencies within the union and the geographical region. Despite the evidence to date, detailed qualitative research studies over the coming years will determine whether the possibilities implicit within the 'turn to learning' contribute towards the wider renewal project currently underway in British trade unions.
